Abstract-The present study aimed at comparing the effect of a series of static images with that of condensed paraphrased scripts accompanying verbal stimuli in listening comprehension tests supplemented with visual or textual input. It utilized three batteries of IELTS listening tests: one sampling 58 participants to carry out the study with, another with supplemented visual or textual aids, and the other without such aids. The participants were then divided into higher proficient listeners group (HPL) and the lower proficient listeners group (LPL) on the basis of their performance on a general listening module of the IELTS examination. The HPL was subsequently divided into two groups: one receiving static images with verbal stimuli, another receiving script presentations with the same verbal stimuli. The LPL was also divided into two groups with the same procedure. The analysis of results showed that listening tests with static images yielded better performance than script presentations, visual aids were more advantageous to lower proficient listeners while textual aids were more advantageous to higher proficient listeners, and tests with more static images yielded much better performance than those with fewer static images.
I. INTRODUCTION
As in other fields of study, new technology has had a profound influence on language education industry. The application of such pedagogically prolific technology has been an object of research by language educationalists (see, for example, Bubel, 2008; Zielinski, 2008; Ockey, 2007; wagner, 2007; Gruba, 2006) . One important, but less considered area, is listening comprehension and testing, which is now being taught and assessed using modern technology, i.e., multimedia and computerized equipment. Bachman (1990) notes that listening comprehension assessment needs to correspond with language used in the real life to be authentic. As such, listening comprehension tests offer the most challenging area of language assessment and research. The advent of reliable and high quality video recording equipment with listening texts accompanied by video texts and auditory channel juxtaposed with visual channel has eased the problem. This can be seen in the emergence of manifold listening tests as a result of different research projects conducted on the effects multimedia application on listening comprehension tests (see Robin, 2007) . (Hoven, 1999; Balizet et al., 1999) .
Most real life listening involves both verbal and nonverbal information; however, listening sections in current high stakes tests of English such as IELTS and TOEFL lack the non verbal (visual) component which is highly abundant in target language use. Wagner (2002) and Ginther (2001) assert that presenting a more realistic and valid test of communicative competence, increasing the face validity of the test, ensuring better representations of actual communicative situations, and enhancing the measurement of the test taker's listening comprehension may help make audiovisual presentation of the listening comprehension stimuli more advantageous to audio only presentation. On account of this, the present study is intended to address the problem by first exploring the effect of added visual component to the verbal stimuli on an IELTS listening comprehension test and, subsequently, comparing this visual aid with another help option, textual aid. Secondly, it sets out to investigate the effects of these supplemented components across different levels of test takers, viz, higher and lower proficient listeners.
The study is significant as it aims at finding out the impact and difference in the performance of two modes of modified listening comprehension test inputs. Since multidimentional representation of the input is thought to enhance the learning of listening and its testing, the outcome of the research will contribute to improvement of teaching and testing of listening comprehension.
A. Research Questions
a. Is there a significant difference between performance on listening comprehension tests accompanied with static images and those accompanied with condensed and paraphrased scripts? b. Do low proficient listeners benefit from visual and textual aids more than high proficient listeners on listening comprehension tests?
c. Is there a meaningful difference between performance on listening tests accompanied with more static images and those accompanied with fewer static images?
B. Hypotheses
The following null hypotheses are proposed to investigate the research questions: a. There is no significant difference between performance on listening comprehension tests accompanied with static images and those accompanied with condensed and paraphrased scripts.
b. There is no significant difference between low proficient listeners' benefiting from visual and textual aids and that of high proficient listeners.
c. There is no meaningful difference between performance on listening tests accompanied with more static images and those accompanied with fewer static images.
II. REVIEW OF THE LITERATURE
Although listening skill plays a vital role in second language learning (Field, 2002; Lynch, 2002; Peterson, 2001; Rost, 2001 ), it was not taken seriously until late 19th century (Rost, 2001 ). Rost thinks that as a result of developments in anthropology, education, linguistics, sociology and even global politics in the late 19th century, teaching listening has experienced many changes. Rost (2001) also records that 1960s witnessed the rise of Communicative Language Teaching Movement and Conversation Analysis, which regarded listening as an integral part of communicative competence (see, also, Nunan, 2002; Field, 2002; Morely, 2001 ). During 1970s and 1980s, spontaneous spoken language and scripted texts with a degree of authenticity and authentic recordings were regarded pertinent input (Rost, 2001; Willmington and Stteinbrecher, 1993) . Since 1990s up to now, spontaneous spoken language and scripted texts with a degree of authenticity, face to face learner talk, expert speaker learner interaction, and authentic recordings have been the main input of this period. Here, instructional focus is the use of listening strategies for enhancing comprehension and coping with problems (Nunan, 2002) . Robin (2007) asserts that over the last 25 years authentic audio and video in which real media are utilized have received considerable attention. It is now possible to deliver listening texts using video texts which extend beyond just auditory channel to encompass visual channels (Wagner, 2007) . Visual information, which is richly present in real life situation, is a primary non verbal input that can aid listeners to take part in real communication (Rost, 2007; Buck, 2001) .
Textual support for listening comprehension is another type of listening supplement offered to L2 listeners (Chang and Read, 2007 , 2007) , the effects of captions on listening comprehension (Robin, 2007; Winke et al., 2010) , synchronous bimodal chat that includes sound and text (Blake et al., 2008) , the effect of textual support on listening comprehension tests (Chang and Read, 2007) and the interaction of text and context in a multimedia environment (Kramsch and Anderson, 1999) . According to Kramsch and Anderson (1999) , the crucial role of textual aids in listening comprehension is incontrovertible, but there are still disputes over how they are different from visual aids (Chun and Plass, 1997) .
Testing listening has posed a real dilemma for language testers (Balizet et al., 1999) . According to Lynch (2002) , "It is not easy to design listening comprehension tests that reflect the purpose of real life listening, partly because most listening tasks require either no response or a minimal response from the listener"(P. 42). The transient nature of the spoken language (Hughes, 2003) , the internal and unobservable nature of the listening comprehension process (Chastain, 1988; Lynch, 2002) , the reciprocal nature of real life situations (Lam, 2002; Nunan, 2002) , the interference from knowledge or skills other than listening (Buck, 2001; Field, 2002; Lynch, 2002) , the role of non verbal information (Wagner, 2002; Wagner, 2007) , and the complexity of real world listening context (Buck, 2001 ) will certainly compound the problem.
Increasingly, listening assessment has attempted to investigate the effects of task characteristics and task conditions on learners' performance in competency based listening assessment tasks (Brindly and Slatyer, 2002), the cognitive processes involved in the listening comprehension (Bubel, 2008) , the inclusion of still image or video in computer based listening tests (Ockey, 2007) , test takers' viewing behavior during an L2 video listening test (Wagner, 2007) , the effects of different visual types on listening comprehension tests (Ginther, 2001; Ginther, 2002) , the effects of speech rate modification on listening comprehension (Griffiths, 1990) , the role of technology in test construction, administration, and assessment (Chalhoub-Deville, 2001), the effects of item stems and answer options on listening comprehension tests (Yanagawa and Green, 2008) , the effects of emotion on comprehension assessment (Chen et (Shohamy and Inbar, 1991) , and the effects of test method and item preview on the measurement of listening comprehension (Buck, 1991) . D , "… listening" (Rost, 2001, p. 13) . Attempting to bridge this gap, researchers have emphasized the importance of authentic input and authentic listening (Chang and Read, 2007; Hughes, 2003; Weir, 1990) , focus on meaning (Richards, 2005) , computer and technology applications in language testing (Chalhoub-Deville, 2001), and the role of context in listening assessment (Fulcher and Davidson, 2007) .
Trying to investigate whether simultaneous presentation of visuals with the verbal text improved L2 listeners' performance, Ginther (2002) included content and context visuals. Ginther (2002) concluded that visuals increased the face validity of listening tests and their accompaniments to verbal stimuli ensured finer examples of actual communicative situations.
Another study which was conducted by Ockey (2007) included a series of static images or videos in computer based listening tests to see how they would affect the construct validity of listening tests. The results of the study implied that listening comprehension tests must include static images with only minimally altering the listening construct to be measured. In contrast, video implementation required a rethinking of listening construct on the grounds that test takers showed various engagements with video stimuli on computer based listening tests.
Chen et al. (2007) considered another aspect of audio visual content, efficacy of affective annotation in a multimedia listening comprehension environment. They designed Emo Player software which enabled them to make interactions upon the emotional status of the listeners through a timeline model. This specific type of modified listening input delivery, exploring both visual and auditory channels to listening, resulted in a better comprehension of a video clip in a limited period of time.
Video mediated listening tests, on balance, have gained approval in recent years (Brindley, 2001) . Their efficiency has been explored from different viewpoints such as the effect of film discourse and the use of video in listening tests (Bubel, 2008) , the use of videotexts for listening comprehension by adopting a media literacy perspective (Gruba, 2006) , the application of listening theory in the context of visual media (Hoven, 1999) , the test takers' interaction with video listening texts (Wagner, 2007) , and the listeners' integration between verbal and visual information (Chun and Plass, 1997) .
The important role that textual support plays in listening comprehension has been well documented in the literature (Chang and Read, 2007; Robin, 2007) . Robin (2007) recommends updating the definition of authenticity and including technological possibilities supporting a text. Grg (2007) presented two types of textual help options, i.e., subtitles and transcripts, to test takers and wanted to explore whether subtitles or transcripts were more effective as modified listening input to L2 listeners. They believed that multimedia presentation of listening materials accompanied with textual alternatives would yield better results than paper and pencil listening comprehension tests. Results of their study showed that the participants of the study made use of subtitles more frequently and for longer periods of time than the transcripts. The subtitles were also used by higher the proficiency group more frequently and for longer period of time than the lower proficiency group. Both groups, however, interacted in a remarkably similar manner with the transcripts.
More recently, Winke et al. (2010) have sought to investigate the effects of video based listening activities with and without captioning on learners of different first language backgrounds. They concluded that captioned videos were more effective than non captioned videos partly because they improved attention and processing by reinforcing previous k "… z " (P.65). They asserted that captions were important pedagogical tools which connect auditory and visual input in authentic listening videos and could be used as "cruch" for second language listeners.
III. METHOD

A. Participants
Out of a pool of 100 Iranian EFL students 62 were selected on the basis of their performance on an IELTS listening comprehension test. One participant was excluded due to his illness during the second test administration. Three others were also removed from the study because of their extreme scores. Therefore, the final number of participants was 58, which was divided into two 29 homogeneous, male female groups.
The participants who scored one standard deviation above the mean in a general listening module of the IELTS examination were regarded as the Higher Proficiency Listeners group (HPL), which included 15 females and 14 males. On the other hand, those who scored one standard deviation below the mean were considered as the Lower Proficiency Listeners group (LPL), which consisted of 14 females and 15 males.
The HPL group was then divided into two subgroups: one receiving static images along with listening texts, abbreviated as the HSI (Static Image) group and the other receiving condensed paraphrased script presentations along with listening texts, abbreviated as the HSP (Script Presentation) group. The HSI group consisted of 7 females and 8 males, but the HSP group consisted of 8 females and 6 males.
In the same way, the LPL group was divided into two subgroups: one receiving static images along with listening 
B. Instrumentation
In order to obtain measurable data to get the intended results of the study, we used the following instruments, which were adopted from Harrison and Whitehead (2005): 1. An IELTS listening module test 2. IELTS listening test one-a four section forty question IELTS listening module test 3. IELTS listening test two-a four section forty question IELTS listening module test with two different versions of modified input supplemented to the listening text-one with visual aid consisting of a series of still images related to the verbal stimuli of the listening text and another with textual aid consisting of a series of condensed and paraphrased script presentations related to the verbal stimuli of the same text.
The Kurder Richardson 20 formula was used to estimate the reliability of tests one and two (r1= 0.754; r2= 0.743).
C. Design
Two different types of modified listening input, namely visual and textual supplementations to the verbal stimuli, are provided to be administered via a computerized multimedia IELTS listening comprehension test (Listening test 2). These tests results are then compared with each other and with the results obtained from another IELTS listening comprehension test with no modifications, that is, an audio only listening test module (Listening test 1). Both tests, however, are similar, except for the modifications in the listening test 2. Table 1 presents data on the performance of the LSI, LSP, HSI, and HSP, HPL, and LPL groups on the listening test one. As depicted in table 1, the HSI group scored the highest mean (25.53), but the LSP group scored the lowest mean (15.13). Moreover, the lowest average disparity among the scores on the listening test one belongs to the HSP group (SD= 2.68) while the highest average disparity among the scores on the listening test one belongs to the LSP group (SD= 3.70). Table 1 also shows the performance of the HPL and LPL groups on the listening one test. Here, the highest mean score belongs to the HPL group (23.58). The HPL group's standard deviation (SD= 3.06), on the other hand, is lower than that of the LPL group (SD= 3.22). Table 2 displays data on the performance of the LSI, LSP, HSI, and HSP groups on the listening test two. According to table 2, the highest mean score in the listening two belongs to the HSI group (26.73) and the lowest mean score belongs to the LSP group (15.40) . In addition, the lowest average disparity among the scores in listening test two belongs to the HSP group (SD= 2.56) while the highest average disparity belongs to the HSI group (SD= 4.30) .
IV. RESULTS
Section one of the IELTS listening test is a non academic dialogue which comprises the first ten items of the test. Table 3 shows the performance of the LSI, LSP, HSI, and HSP groups on this section. As depicted here, the highest mean score in section one of the listening test two belongs to the HSI group (6.87) and the lowest belongs to the LSP group (5.60).
Section two of the IELTS listening test is a non academic monologue which comprises the second ten items of the test. Table 4 shows the performance of the LSI, LSP, HSI, and HSP groups on this section. According to table 4, the highest mean score in section two on listening test two belongs to the HSI group (7.80) and the lowest belongs to the LSP group (4.47).
Section three of the IELTS listening test is an academic discussion which consists of the third ten items in the test. Table 5 shows data on the performance of the LSI, LSP, HSI, and HSP groups on this section. As depicted in table 5, the highest mean score in section three belongs to the HSI group (6.80) and the lowest belongs to the LSP group (4.07).
Section four of the IELTS listening test is a mini lecture monologue which consists of the fourth ten items in the test. Table 6 displays data on the performance of the LSI, LSP, HSI, and HSP groups on this section. Here, the highest mean score is 5.27 which belongs to the HSI group and the lowest belongs to the LSP group (1.27).
V. DATA ANALYSIS
Based on the information in table 2 for the LSI and LSP groups' performance on listening test 2, an independent samples t test was run to measure the differences between the scores of the two groups (Table 7) . Further, as depicted in table 2, the HSI group displayed a noticeably higher mean score for listening test two than the HSP group (26.73 V 23.64). To see whether the difference between the two means was by chance, we run an independent sample t test (Table 8) . The analysis proved that the difference between the means was significant (t (27) = 2.32, P< .05). The magnitude of the difference in the means was large (eta squared= .167), with the static images accompanying the verbal stimuli explaining 16.7 percent of the variance in scores over the HSI and HSP groups.
The statistics in tables 1 & 2 for the LSI group display a noticeably higher mean score for the listening test two than the listening test one (19.36 V 15.57) . To determine whether this difference reaches statistical significance, we carried out a paired samples test. Table 9 summarizes the data. Table 13 summarizes the information related to the LSI and HSI groups mean performance on sections two and four of the listening test two. As it is shown in the table, the mean score for section two is approximately twice the mean score for section four (6.94 V 3.50). Results of a paired samples t test (table 14) proves that the difference was statistically significant (M = 6.94, SD = 1.80/M = 3.50, SD = 2.80, t (28) = 6.04, P< .05). Drawing on the results obtained to answer the first question of the study, there was a significant difference between performance on listening comprehension tests accompanied with static images and those accompanied with condensed and paraphrased scripts. In the lower proficient listeners group, the LSI group outperformed the LSP group and in the higher proficient listeners group, the HSI group outperformed the HSP group. Therefore, results for the first question suggest that listeners' performance on listening comprehension tests supplemented with static images is better than their performance on the same listening tests supplemented with condensed and paraphrased scripts. The finding is in line with the research results reached by researchers such as Ginther (2002) and Ockey (2007) .
Regarding the second research question, it was found that lower proficient listeners (the LSI group) benefited from visual aids accompanied with the verbal stimuli in the listening test two and the listening test one. However, higher proficient listeners (the HSI group) did not benefit from visual aids accompanied with the verbal stimuli in the listening test two and the listening test one. It was also found that lower proficient listeners (the LSP group) did not benefit from textual aids accompanied with the verbal stimuli in listening test two and listening test one. The higher proficient listeners (the HSP group), however, did benefit from textual aids accompanied with the verbal stimuli in the listening test two and the listening test one. Visual aids, on the other hand, helped lower proficient listeners (the LSP group) more than the higher proficient listeners (the HSP). Other researchers have also supported these findings in one way or another (see, for example, Brindley, 2001; Hoven, 1999; Chun and Plass, 1997) .
Finally, answer to the third research question revealed that listening tests accompanied with more static images resulted in much better performance by the LSI and HSI groups than listening tests accompanied with fewer static images. Therefore, it can be concluded that higher frequency of static images accompanied with verbal stimuli enhances test take , , , , 2007; Winke et al., 2010). Pedagogically, the present study has practical implications for listening comprehension materials development. Multidimensional presentation of listening input at most, and bimodal presentation of listening input at least, will surely duplicate the real life language atmosphere in the classroom in which both listening comprehension and viewing comprehension are accentuated. Taking communicative listening assessment into consideration, the study implies that authentic performance based assessment needs to be more representative of target language use domain by supplementing non verbal components to verbal stimuli in listening comprehension tests. Their inclusion may also add to the validity and interactiveness of listening tests.
